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Foreword

The first international conference to English language teacher educators
Starting, Stimulating and Sustaining English Language Teacher
Education and Development was held in Hyderabad in January 2011. This
conference brought together over 600 English Language teaching
professionals from 17 different countries who were rewarded with a wealth of
plenaries, panel discussions, papers, workshops and coffee shop slots
(audience generated themed discussions).

The conference formed part of the British Council's English Partnerships
programme — a programme which aims to improve the quality of English
language teaching and learning across India. The teacher educator is critical
to the success of our vision. Without well-trained and motivated teacher
educators, teachers will not receive the training, mentoring and support they
need to improve their classroom practice. As a result, the conference was
designed to provide a high quality professional development opportunity for
English Language pre- and in-service teacher educators from across South
Asia to meet and share best practices and experiences. It also encouraged
networking in order to establish and build a sustainable community and
network of English language teacher educators.

These successes would not have been possible without the support of our
partners, both behind the scenes and during the conference. We were
delighted to work with our co-host and main partner, the English and Foreign
Languages University because of their long association with the cause of
teacher education and development in India. Similarly, the English Language
Teacher’s Association of India and the International Association for Teachers
of English as a Foreign Language share our vision for quality English language
teaching and learning in the classroom and support this through their active
networks and communities of teachers in India and globally.

We hope you find these papers useful and we look forward to meeting you
again in the second international conference for English Language teachers
and teacher educators in Hyderabad in March 2012.

Alison Barrett Daphne Pawelec
Head English Partnerships, India Senior Training Consultant, India

Introduction

This volume is an anthology of some select presentations made at the first
international conference of English language teacher educators on the theme
Starting, Stimulating and Sustaining English Language Teacher
Education and Development held at Hyderabad, India on 22 - 24 January
2011,

The major objectives of this publication are to provide an idea of the range of
topics presented at the Conference, create a wider access to the Conference
proceedings, and offer a glimpse of the development of ideas that shape
current thinking on teacher education. The collection includes papers that
have emerged from serious research, presentations founded on experiences
in the training classroom, and teacher development workshops based on
ideas and techniques that work.

The twenty-one contributions reflect not only a notable geographical spread,
but also a significant range of teaching and training contexts. They represent
a broad spectrum of issues that are of concern to the teacher educator
including Continuing Professional Development (CPD), teaching English in
economically and linguistically impoverished contexts, the interface between
theory and practice, the interdependence of teaching and research,
curriculum and materials development, the influence of proficiency training
on professional performance, innovations in the training classrooms, and
using technology in the language classroom.

We hope that there will be useful insights, ideas and lessons for a wide range
of contexts in the papers included here. We also hope that this publication
will help language teachers and teacher educators to reflect on their own
practice, break out of professional isolation, explore new avenues of teacher
development, acknowledge the challenges of teaching English in multilingual
contexts, integrate theory and practice into a meaningful whole, and develop
social consciousness through critical pedagogy.

Editors
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Teacher Observations:

From Evaluative to Developmental
Alison Ramage Patterson

Abstract

In many establishments observations are an evaluative assessment tool,
which can have demotivating effects on teachers. However, observations
also present a unigue opportunity for individual professional development,
which may not always be available elsewhere in larger teaching
establishments. In this research project a number of changes were
introduced to the observation process and afterwards teacher responses
showed a significant positive shift in their feelings about their observations
and the process in general. Thus, the project can report that by making a few
simple but significant changes an evaluative observation can become
developmental to the benefit both of the teacher and the learning
organisation.

Observations — Evaluative and Developmental

Teacher observations form an integral part of any teaching environment but
are often viewed with trepidation if not outright fear by teachers. The reason
is that even when the declared intention of the institution is that the
observation is for developmental purposes, there is often an underlying belief
that it will be used for evaluative purposes.

This study is concerned with how the whole process of observations can be
transformed from evaluative to developmental. In evaluative observations the
teacher is rated on some pre-determined scale for the purposes of continued
or terminated employment, where “the observer is there to make a
judgement” (Malderez 2003:180). Developmental observations in contrast
enable the teacher to benefit professionally from the process and allow them
to make “their own decisions about how to use the observer and their
observations” (ibid).

The aim of this research is to determine if it is possible to create a positive
observational experience for the teachers in an environment which had
previously fostered only negative responses and which was continuing to
follow an evaluative observational route.

The learning context

The learning environment is the female campus of a Preparatory Year Project
(PYP) at a major university the Middle East. The situation is complex as the



University has contracted out this project to a Saudi company working in
partnership with a British Educational Trust. The female campus is in its
second year of the project.

The PYP has nearly 2,500 students on the female campus between the ages
of 17-19, levels ranging from total beginner to upper-intermediate/advanced,
(level 7+ at IELTS). At the time of this session of observations there was a
teaching staff of about 70, split almost evenly between native speakers and
non-native speakers.

Procedure

A literature search was undertaken to seek guidance as to how evaluative
observations could be introduced. Work done by Williams on observations in
a learning organization in Singapore (1989:85-91) became a central text,
supported by information from Masters (1983) on classroom etiquette and
Sheal (1989) on observer training and observation documents.

Based on this reading the observation process was changed significantly
from that previously proposed by the University. The most significant changes
were:

+ Being open and transparent about the procedure.

¢ Using a small team of highly qualified observers, working together to
ensure observations were done to an agreed format and standard.

+ Agreeing a strict timetable and a obtaining a commitment by the
observers to abide with this.

+ Designing a teacher-centred process, giving teachers the opportunity
to raise their concerns, opinions, and reflective thoughts before and
after the observations.

+ Asking the teacher to comment first on their own performance in the
post-observation meeting.

+ Focusing on the positive aspect of the teachers’ performance.

+ Providing practical suggestions for development.

+ Seeking feedback from the teachers in order to provide an objective
response to the process with a view to improvement.

The results from the feedback questionnaire were analysed to identify which
aspects of the process had been most influential in changing teachers’
attitudes towards observations.

Results Analysis

The two stated aims of this research are to see if it is possible to turn an
‘evaluative’ observational process into a developmental one and to see if it is
possible to create a positive observation experience for teachers.

The most striking result is the significant increase in positive attitudes towards
observations following the observation process; up from 25% to 66%,
combined with a reduction in negative attitudes from 19% to 4%.

Attitudes towards observations

u Before W After
66%
56%

30%

25%
19%
[

Positve Neutral Negative

Figure 1 Attitudes towards observations

From the graph above, we can see how the attitudes of the teachers have
shifted significantly to a more positive approach with only a very small
minority still seeing it as a negative experience. If we consider this on the
way to success it is important to identify what aspects of the process
contributed to these changes with a view to building on them in the future.

Causes of the positive shift in attitudes

If the results of the survey on the different elements of the observation
process are considered, that which received the highest rating and could
thus be assumed to be the most significant factor in the teachers’ attitude
shift. This was the success of the post observation meeting in respect of
achieving the stated aim of finding out how the teacher perceived her
teaching, and to follow up with her on the areas which she had identified in
the pre-meeting. This had a 79% fully achieved rating with only one teacher
rating as slightly achieved.

Williams (1989:85) said that developmental observations were ones where
the teacher was allowed to make their own judgments on their teaching. This



part of the process did exactly that and the fact that it received such a high
rating suggests that teachers not only welcome the chance to make their
own judgments in the presence of an observer, but that it improves the
general morale of a teacher at the end of the process.

The observation itself had a good response with 88% saying they were either
happy or very happy. Naturally most of the responses (55%) were rated
happy. The stressful nature of observations under any circumstances is the
probable cause of the lower number of ‘very happy’ responses. The high
ratings here are possibly attributable to the pre-observation training, where
the observers worked out a code of etiquette following on from Masters
(1983).

The rating of the observer's comments in the post feedback meeting had a
very good response with 85% of teacher’s being happy or very happy. This
could be attributed to the pre-observation training given to the observers.
This emphasised observing for developmental purposes based on the
teacher's comments during the pre-observation meeting.

From these results we can conclude that, as identified by Williams (1989:86),
involving the teachers as much as possible in the process and allowing them
the opportunity to comment on their own performance significantly improves
the attitude of the teacher towards the observation process. Sheal’s
(1989:97) emphasis on training the observers, which was incorporated into
this project, lead to observer behavior which also significantly increased
teacher satisfaction with the process.

Analysis of the factors which could have been improved

The pre-observation form, was rated by only 33% of the teachers as useful,
while 47% found the pre-observation meeting useful. There could be two
causes for the low rating of the pre-observation form: Firstly because of time
pressures, many teachers filled this form in on their own, rather than the
observer filling it in during the course of the meeting. Secondly, one of the
questions on the form was not well understood and caused confusion.

Other factors mentioned in the comments which did not relate to any specific
question, but which did, | believe, hinder a positive shift were the practical
conditions for the pre- and post- observation meetings. Because of the
considerable time pressures both these meetings were necessarily short. For
the post-observation meeting in particular this did cause problems as it was
not possible to discuss all the teachers’ concerns. Secondly, there was no
dedicated room for meetings and these had to be done in the resource room
which was always being used by teachers or on sofas in the corridors.

Concluding analysis of the results

In any teaching environment with so many teachers of differing qualifications
and experience, it is inevitable that there will be some malcontents and
people who are resistant to any change or development. The environment of
the study is particularly challenging and attracts a broad range of
professionals with many differing motives, attitudes and approaches to
teaching.

Taking all this into consideration, the results show that there has been
considerable success in turning, what could have been a negative
experience of an evaluative observation, into a positive one of a
developmental observation. This has left teachers more motivated and less
apprehensive about future observations.

Summary conclusions and recommendations

This project was undertaken in response to a real need within the
organization. The university management wanted evaluative observations,
this, together with previous year's experience was, even before the
observations had started, creating a negative atmosphere amongst the
teachers. The task was to turn this process from evaluative to developmental
and to use observations not just as a professional development tool, but also
as a way to increase motivation amongst the teachers.

Recommendations

Although the feedback produced encouraging results, there is always room
for improvement, and in this particular project, there are several areas where
improvements could be made.

The parts of the process which were most welcomed by the teachers were
those where the teacher had most input. Thus, in order to improve the
process the teacher should be given more opportunities for input in the
Process.

+ Allowing the teacher to chose the date and time of the observation,

+ Allowing the teacher to present their lesson plan in the format that
they would prefer,

+ Allowing greater opportunity for the teacher to discuss their teaching
methodologies during the pre-meeting

Other areas for further study could include the pre-observation meeting form
which could be redesigned to better focus the teachers’ minds on the class
and the lesson they are giving.

Practical improvements could be made by ensuring that quiet rooms are



made available to ensure privacy for meetings and more time allocated to
allow teachers” more one to one time with the more experienced observers.

Ideally, if the university wants to continue with an evaluative process, the form
could be revised to be more achievable and thus less threatening and of
more worth to the developmental process.
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Professional Development - Why Bother?
Amol Padwad

Abstract

One important emerging trend in the last decade is viewing teaching as a
profession analogous to medicine, law, etc. This paper compares teaching
with other professions in terms of professional preparation and development
and lists some important differences between them. It argues that continuing
professional development is extremely crucial in teaching because the pre-
service education and induction training are highly inadequate. It also argues
that professional development is essentially a personal journey and that one
needs to work out one’s personal meaning, agenda and action plan for a
meaningful and sustainable professional development. This has important
implications for teacher education policies, programmes and plans.

Teacher education, particularly language teacher education, has undergone
some significant changes over the past decade. One may list at least four
major trends the current teacher education theory and practice. Firstly, there
is a shift from the traditional transmission-oriented, product-oriented model of
teacher education to a constructivist and process-oriented model. Secondly,
there is a greater recognition of teacher cognition and practice being
situated in concrete contexts and greater emphasis on closer relationship
between theory and practice. Thirdly, the tremendous influence the previous
learning experiences have on a teacher is being recognized as a crucial
factor. Finally, teaching is increasingly being viewed as a profession like
medicine, engineering or law. Teachers are being viewed as professional
practitioners like doctors, engineers and lawyers, and their continuous
professional development is becoming a major concern. This paper focuses
on this last trend — teachers as professionals and their continuing
professional development, with specific reference to the state of Maharashtra
in India, though the description and discussion may be true of other states of
India. The paper begins with a comparative description of professional
preparation and development in different professions vis-a-vis teaching in
Maharashtra. It will then discuss some key issues and challenges in the
professional development of teachers in this context. Finally, it will present
some implications for teacher education policies, programmes and plans.
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Teaching -vs.— Other Professions

The table below gives a summary of the initial preparation, induction and
further development in various professions at the moment.

Profession Entry Induction | In-service | Support
qualifications training inputs systems
Doctors - 5 years profession | - one year - short term - professional
-specific course apprenticeship| courses association
- strong practical - house job - need-based, | (IMA, IDA, etc)
component - working with | up-dating - journals,
- 2/3 years seniors events workshops,
specialization - field work - mentoring by| conferences
senior - dissemination
colleagues networks
(MRs, etc)
Lawyers - 5 years profession | -One year |- need-based, | - bar
-specific course apprenticeship| up-dating associations
- strong practical | - working with | events - seminars,
component seniors - mentoring by| conferences,
senior workshops
colleagues - journals and
publications
- dissemination
networks
Engineers/ - 4/5 years - one year - need-based, | - professional
Architects profession-specific | apprenticeship| up-dating associations
course - working with | events - dissemination
- strong practical Seniors - mentoring by| networks
component senior
colleagues
Teachers - general degrees | - noinduction |- sporadic - Professional
- 1/2 years training INSETT associations
professional course programmes | not strong
- very limited workshops, - few journals
practical seminars, and
component conferences | publications,
- limited limited access
relevance to | - poor
needs dissemination
network

Table 1: Preparation and Development in Various Professions

"

On the basis of the table we can draw comparative trajectories of
professional journey in different professions as against the teaching
profession. Figure 1 below shows the trajectory for professions like medicine,
engineering and law.

Decision Point Entry point Autonomy Point

\ \ /

T i i) i

General Education Profession-specific  Induction CPD
Education
12 years 4-6 years 6 months - 2 years
(Mandatory)

Fig. 1: Professional Route - Engineering, Medicine, Law, etc

There are four stages along the trajectory. After a general school education
of 12 years, an individual has to take a decision to join one of these
professions (‘decision point’), and then enroll at a profession-specific course
lasting 4-5 years and containing very strong practice-and-application
component. After the professional training the person is gradually eased into
the profession through different means of induction, like working with a
senior, house job, internship, observation period, shared responsibilities, etc.
It is some time after entering the profession and going through the induction
that the person takes up independent responsibilities as a professional and
starts working autonomously (‘autonomy point’). The professional
development then continues, supported by numerous systems and means
like regular trainings, seminars, workshops, refresher and needs-based
courses, professional associations, research publications, dissemination
networks, etc. Let us look at the trajectory in the teaching profession.

Decision Point Entry point Autonomy Point

i il

General Education Professmn—speuﬂc CPD
18 Education
- loyears 1-2 years

(Not mandatory in practice)
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Fig. 2: Professional Route - Teaching

With induction missing, there are three stages in the trajectory, though the
second stage of profession-specific education may also be missing for some.
In the given context one may become a teacher after completing one’s
bachelor’s, and sometimes master’s, degrees. These degree courses are
essentially general in nature, not specifically designed to train for the
teaching profession. Thus, after much longer general education of 15-18
years, one may decide to become a teacher. One may then join a teacher
education course, or may directly become a teacher without going for it. In
either case, the decision to join the teaching profession is taken very late,
sometimes a few hours before actually joining it! For those who choose to
join teacher education courses, these are quite short — one year (secondary
teachers) or two years (primary teachers) (and none for tertiary teachers!) —
and are usually largely theoretical with limited practical and application
component. With such limited preparation — or without any — one joins the
teaching profession. There are no induction schemes or support for a new
entrant. From the day one the person comes to be independent and
autonomous. In short, the point of joining the profession is also the autonomy
point. Thus, in principle —and in reality too — one decides to be a teacher,
becomes one and begins to work autonomously all on the same day. For
such people, the decision point, the entry point and the autonomy point are
all together! The situation does not improve even after entering the
profession. The teaching profession — especially primary and secondary —
does not offer many opportunities for continuing one’s professional
development. Apart from a few sporadic mandated ‘training programmes,
usually chaotic, largely irrelevant and narrowly focused, there are hardly any
avenues like academic events, teacher networks, professional associations,
research publications and dissemination, capacity building courses, etc.

There are, thus, some important differences between the developmental
routes in teaching and in other professions. Firstly, in case of other
professions the decision to join is taken well in advance, while in teaching it is
taken quite late, sometimes a few hours before joining. Secondly, much
longer time is spent on preparing as a professional in other professions as
compared with teaching. The amount of time and efforts spent in pre-service
training as a professional is woefully inadequate in teaching. Thirdly, the
support systems and developmental opportunities available in other
professions are much greater and more effective than those in teaching.
Fourthly, there is much stronger intrinsic motivation for growth in other
professions, since professional performance is directly related to survival and
success. Consequently, there is a greater voluntary effort for personal and
professional development, while in teaching one does not find much intrinsic
motivation nor much voluntarism.

Why and what of CPD

The foregoing comparison makes it clear why one’s professional
development after entering the profession is so important in teaching. If what
happens in teaching before entering (pre-service education) and while
entering (induction) is woefully inadequate, the only hope is from what
happens after entering the profession (continuing professional development).

This leads to a fundamental question about the notion of ‘professional
development’ — what it might mean and entail. Personal communications,
interviews and surveys by this author with a large number of teachers
suggest that teachers view professional development as a movement from a
‘mere teacher’ to a researcher, trainer, speaker, academic writer and teacher
educator. Similar views are expressed in the research literature too. Richards
(1990) sees professional development leading a teacher to be a programme
and materials developer, needs analyst, decision-maker, problem-solver and a
researcher in the classroom — all rolled into one. For Crandall (1996)
professional development leads teachers to a variety of professional activities
like writing for publication, developing funding, presentation and project
proposals, or working on public speaking and professional presentations. On
a more abstract and general note Evans (2008: 30) defines professional
development as “the process whereby people’s professionality and/or
professionalism may be considered to be enhanced.”

Why should | bother?

In spite of these generalisations, no consensual definition or a universal
formula for professional development can be found. The practicing teachers’
responses mentioned above clearly suggest that every individual will have a
personal meaning of professional development, since individuals have
different backgrounds, interests and capabilities, vie for different kinds of
goals and have different levels of motivation and support. One common
understanding and action plan of professional development is not only not
desirable, but also not possible. This means that each one will have to find
their personal meanings of professional development, set up their personal
agendas and draw personal action plans. These meaning, agenda and plan
are essentially individual and personal, though they may match/ overlap with
those of others. Moreover, they will keep evolving over time.

There is another aspect of this personal nature of the whole enterprise of
development. Since we are talking of development and not merely training/
education, we need to remember, as Wallace (1991:3) summarises, that
“training or education is something that can be presented or managed by
others; whereas development is something that can be done only by and for
oneself.” People cannot be developed; they can only develop themselves. In

14
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other words, development is primarily one’s own responsibility. To continue
the metaphor used in the beginning, professional development is a personal
journey; you may read travel guides, watch fellow-travellers and consult tour
operators, but you will have to undertake the travel yourself to reach
anywhere. But it is also true that this personal journey becomes easier if we
have travel guides, fellow-travellers, tour operators and road maps, i.e. various
kinds of support.

Implications

Three important conclusions can be drawn from this discussion. First, in the
context in question, continuing professional development after entering the
profession is extremely crucial for teaching, especially since the pre-service
teacher preparation and induction are poor and inadequate. Second,
professional development is a personal journey, and one must try to evolve
one’s personal meaning, agenda and action plan, if this journey is to be
meaningful and sustainable. Third, although professional development is a
personal enterprise, it needs various kinds of support to evolve and thrive.

This implies that teacher education policies, programmes and plans need to
handle at least two challenges. Recognising that professional development
cannot be defined, mandated and supplied externally and uniformly for all,
they need to find ways of building in help, flexibility and freedom for
individual teachers to personalise their professional development.
Recognising that professional development is a long-term, challenging and
painful process, they need to provide for various kinds of support, including
resources, recognition and incentives.
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Cascade Training:

Lessons Learned from the Syria Experience
Barbara Law

Abstract

Cascade training has been one of the methods of choice in delivering
training to teachers in rural areas and other contexts where access to trained
professionals is limited. Cascade Training is not without its problems, which
need to be addressed. The author participated in a cascade training
programme in Syria during the years 2006/7 and thus has cautionary advice
and proposals as to what is needed to make Cascade Training successful.
This article discusses the attempt at cascading in Syria and analyzes the
challenges encountered, what was done right, what was not considered in
setting it up, and what was learned, thus providing insights into what should
and should not be done in other programmes.

Cascade training: lessons learned from the Syria experience

There is a marvelous little scene in the 1984 movie “Johnny Dangerously,”
starring Michael Keaton, in which Vermin the villain announces that he’s going
to kill Johnny’s brother. Johnny's girlfriend sends a parrot to deliver the
warning, “Vermin’'s going to kill Johnny’s brother at the Savoy theatre tonight.”
The parrot flies to the prison where Johnny is incarcerated, lands on the
shoulder of a prisoner sitting at lunch and delivers the message. This prisoner
in turn passes the message on to his neighbour, who passes it on to the next.
The message goes from man to man until it gets to Johnny: “Johnny and the
Mothers are playing Stomping at the Savoy in Vermont tonight” Johnny jumps
to his feet. “Vermin's going to kill my brother at the Savoy theatre tonight,” he
says. ‘I didn't say that,” says his neighbour. Johnny replies, “No, but | know this
grapevine”

Cascade training, without the proper planning, allocation of resources and
attention to quality, is like playing Grapevine. If there is no “Johnny” at the end
of the line, the message, as it's passed down the line, gets increasingly
garbled until, when it reaches the proposed recipient, it has changed so
much it's nearly unrecognizable.

What is Cascade Training?

Cascading, in theory, is a great idea. “Cascading is meant to symbolize the
free, unencumbered flow of ideas, skills and knowledge from one level of, in
this case education, to another. If you train a trainer to train other trainers
who then train others, the exponential multiplication of learning, aids
developmental processes and cuts training time which preserves training

16



resources and maximises skill distribution. (Mackenzie, 2010). The concept is
attractive because it seems to be a cheaper and more convenient method of
delivering training to rural areas where trainers are few and far between than
direct training of teachers.

However, wrongly implemented, cascading can result in change for change’s
sake, or simply change for the worse.

This happens for several important reasons:

« Knowledge is “situation- and context-specific” (Rafi, 2009). What is
workable and feasible for one context, may not, for any number of
factors, be workable in another. There is no such thing as a one-size fits-
all training curriculum.

+ Cascading always involves a progressive loss of knowledge and
understanding. A more or less significant portion of knowledge and
skills fails to transfer to the trainees. “The trainers will not be in a position
to transfer the portion of knowledge and skills to the trainees which
have not been transferred to them in the training where they were
trainees” (Rafi, 2009).The amount of material that is actually transferred
may in fact be as low as 15 — 20%. One Syrian supervisor, for instance,
squashed everything he had learned in the two weeks of trainings into
one hour of training for the teachers. It was obvious he was only
parroting what he had received, and altogether dismaying to think of
how much the teachers actually learned.

Trainer knowledge base
Trainer 2nd base
knowledge base
Classroom teacher
» Teachers have to return to

schools. They are immersed in their own
realities that are either supportive of their efforts or hostile and
reactionary. "Regardless of what teachers or teacher candidates learn in
professional development activities, the realities of school life have a
lasting formative influence on what they do with students. Many project
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participants learn state-of-the-art techniques and return to schools with
administrators who know nothing about such matters. Teachers often
report that their principal's first reaction to cooperative learning was a
complaint about the noise and activity levels. Their successful efforts to
get students to communicate in a target language might be criticized if
the grammar is not perfect” (Model Strategies, 1995).

» Without continual institutional support, change--which takes place very
slowly-- just plain does not happen.

A case in point is the author’s experience in Syria. During the

2006/2007 school year, the author participated in cascade training in

Syria as a joint project between the Syrian Ministry of Education and the U.S.
Department of State. The lessons learned from this training can serve as a
cautionary lesson to other institutions planning or considering cascading.

Syria, in 2006, had 25,000 English teachers, 75 teacher supervisors
distributed among the mouhafazas (districts) and 3 Senior Supervisors
located at the central ministry office in Damascus who were responsible for
implementing all policy and curriculum for the country.

In the autumn of 2006, Ministry of Education decided that the education
system needed to be overhauled, and that the supervisors needed to be
trained so that they could in turn train the teachers in the newest
communicative methods of English language teaching. Supervisors were
brought in to Damascus in three different cohorts, to be trained by two senior
English Language Fellows and one from the British Council. The supervisors
were to go back to their mouhafazas (governorates) to develop their own
trainings to be delivered to teachers based on the materials we gave them.
Following two weeks of trainings, the Fellows travelled throughout the country
observing the trainers conducting trainings for local teachers.

The end results were:

Some supervisors understood the concepts, were truly gifted at training and
KNEW it. Some presentations were senseless and unacceptable. Several
supervisors had never taught at all, but had gained their position as
supervisor through political connections. They were absolutely unfit for the
job. The situation stalled when we left Syria at the end of the year.

Discussion

In critiquing the project, it was useful and instructive to consider both what
we did right and what we did not understand or account for in setting up the
programme.
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What we did right:

» The group who were trained to give trainings were those people who
were responsible for the teachers, not just teachers themselves,
therefore they avoided the “Who are you to tell me?” sort of problem.
These supervisors were from the districts they taught in, thus they knew
the contexts within which their teachers needed to operate. The
supervisors were an unusually close-knit bunch who were used to
working together, thus many of the attendant problems of collaboration
were nullified.

» Most of them had good relationships with the teachers under their
responsibility.

+ We learned from our mistakes. The Ministry was willing to adapt. Rather
than making them all conduct cascade training, The Ministry changed
course and decided to give the job to those who really excelled at it.
They recognized that not everyone could do the job and were willing to
change their ideas. Those who really excelled were chosen to lead the
trainings. These teachers KNEW they were good.

What we failed to recognize or were not able to address:

» There was no Buy-In. The Ministry dictated, their edicts were carried
out. We had never encountered a more disgruntled and unwilling group
of participants during our first meeting. They were resentful of the
mandate, far from home, and not convinced that it was worth the effort.

It took a great deal of time and negotiation to turn their attitudes around.

+ The goals were not specific. The minister simply wanted to change the
way English was taught. This was the scatter-shot method of training.

» There was no feedback while the supervisors were developing the
trainings. The supervisors left Damascus and returned to their
mouhafazas and there was no communication or follow-up with the
Fellows, or exchange of ideas until we were sent out to evaluate them.

» There was little attention to WHY it was necessary to move in this
direction

» There was little understanding of the theory behind what we were trying
to do

* Quality of trainers was compromised. The British Council “trainer” was
not a teacher, but simply a community organizer who was adept at
whipping up enthusiasm for activities, but did not know the least bit of
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theory of second language learning, reading and writing theory or
practice, or adapting materials to the needs and levels of the students.
Therefore, his workshops were long on activities, wi